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Ms. Smith and Ms. Alvarez, special edu-
cation teachers at Harris Middle School,
have had many conversations about
how to balance alt their responsibilities.
They are accountable for teaching aca-
demic content standards, and they also
must address their students' individual
needs, including self-determination
skills. They often wonder. "How can we

' it all given our limited time and
lesources?"

Researchers and practitioners have
emphasized the imporiance of teaching
self-determination skills to students
with disabilities for more than a decade
(e.g.. Algozzine. Browder. Karvonen,
Test, & Wood, 2001; Field. Martin,
Miller. Ward, & Wehmeyer, 1998; Weh-
meyer. Field. Doren. Jones, & Mason,
2004). For example, Wehmeyer and
Schwariz (1997. 1998) and Wehmeyer
and Palmer (2003) outlined the postsec-
ondary benefits for students who exhib-
ited self-determination skills. The field
has also begun to examine the benefits
of self-determination for students while
in school (Martin et al.. 2003; Weh-
meyer. Palmer. Agran, Mithaug, &
Martin. 2000; Wehmeyer et al., 2004).
For example, evidence shows that stu-
dents with and without disabilities can
be taught self-determination skills in
conjunction with academic skills (e.g.,
Konrad, Fowler, Walker, Test. & Wood.
2007; Palmer, Wehmeyer, Gipson, &
Agran, 2004; Wehmeyer et al., 2004; see
box, "What Does the Research Say
About Self-Determination and Academic

Skills?"}. Further, although The Indi-
viduals With Disabilities Education
Improvement Act [IDEA, 2004) does not
explicitly call for instruction in self-
determination skills, the law does
require that students' strengths, needs.
preferences, and interests be considered
when developing individualized educa-
tion programs (IEPs). Thus, tbe impor-
tance of self-determination is implied in
special education legislation. Dual
objectives in teaching may allow teach-
ers to continue to teach self-determina-
tion, which they view as important, in
an era of greater accountability for aca-
demic instruction (Wehmeyer. Agran, &
Hughes, 2000).

"How can we do it all given our
limited time and resources?"

One major barrier to teaching self-
determination in recent years has been
teachers' not knowing how to focus on
reading, writing, and mathematics and
simultaneously teach self-determination
skills. Thoma. Nathanson, Baker, and
Tamura (2002) found that the majority
of teachers they surveyed taught self-
determination only informally and had
never heard of published curricula and
instructional methods for teaching self-
determination. Not knowing bow to
teach self-determination skills was
echoed in the findings of a survey of
teachers regarding self-determination

goals in students' IEPs (Mason, Field, &
Sawilowsky. 2004). Teachers in the
Wehmeyer, Agran, et al. (2000) survey
indicated that not enough time was
available to teach students self-determi-
nation skills and the other skills they
were accountable for teaching. With
higher stakes for demonstrating aca-
demic skills, teachers and districts need
models of how to integrate other rele-
vant skills into teaching the important
academic content (Konrad et al., 2007;
Wehmeyer et al., 2004). A dual focus on
self-determination and academic skills
is crucial for all students' success (Benz,
Yovanoff, & Doren, 1997; Raskind,
Goldberg, Higgins, & Herman. 1999;
Thurlow, 2002; Wehmeyer et al., 2004).

Description of the Model
In response to these concerns (i.e., not
having enough time to do it all), we
have developed a model to help practi-
tioners integrate self-determination
skills into the general academic curricu-
lum (see Figure 1). Planning worksheets
guide teachers through the process and
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VVIiat Does the Research Say
Abouf Self-Determination and
Academic Skills?
Students with disabilities are likely to
face poor outcomes when they leave
high school (e.g., Baer et al., 2003;
CoUey & Jamison, 1998; Sample,
1998), so research has heen conduct-
ed to identify the personal attributes
of successful adults with disabilities.
Findings from these studies indicate
that strong academic skills (Benz,
Yovanoff, & Doren, 1997; HaJpem,
Yovanoff, Doren, & Benz, 1995) and
high levels of self-determination
(Raskind et al., 1999; Wehmeyer &
Palmer, 2003; Wehmeyer & Schwartz,
1997, 1998) are among the variables
correlated with improved postschool
outcomes. Therefore, school pro-
grams should include an emphasis on
academic skills development and
efforts to promote self-determination.

Self-determination is the "combi-
nation of skills, knowledge, and
beliefs that enable a person to
engage in goal-directed, self-regulat-
ed, autonomous behavior" (Field et
al., 1998, p. 2). Self-determination
includes the following components:
self-management, independent living
skills, internal locus of control,
choice making, decision making,
problem solving, goal setting and
attainment, self-advocacy, self-effica-
cy, self-awareness and understand-
ing, and self-evaluation and rein-
forcement (Algozzine et al., 2001).

Fortunately, emerging evidence
demonstrates that self-determination
and academic skills development go
hand-in-hand. Specifically, instruc-
tion in fundamental self-determina-
tion skills (e.g., goal-setting, self-
management) actually promotes aca-
demic skill development (Fowler,
Konrad. Walker. Test, & Wood, 2007;
Konrad, Treia, & Test, 2006; see box
"Evidence-Based Strategies for
Promoting Self-Determination and
Academic Skill Development").
Furthermore, when several self-
determination components are com-
bined within an intervention pack-
age, the effects on academic skills
may be even greater.

Figure 1 . A Model for Integrating SeH-Dotormlncrtlon and Acadomlc
Contont
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can be applied to instructional decision-
making for an individual stndent (see
Figure 2) or for a group of students (see
Figures 2 and 3). The model is designed
for teachers to begin using immediately,
even before they have adjusted their
IEPs to match the model. However, the
process is recursive: Eventually, when
teachers become more comfortable with
the model and when they more fully
involve their students in the IEP
process, they will more naturally devel-
op IEP goals that make this process
even easier.

Step 1: Decide What to Teach
In Step 1, teachers must figure out what
knowledge and skills they are going to
teach. This decision is based on the aca-
demic content standards outlined in
their district or state curriculum as well
as each individual student's needs as
determined by IEP goals and objectives
and ongoing observation and assess-
ment.

Step IA: Identify Academic Content
Standards. Teachers should use their
district or state curriculum standards to

identify the academic content and skills
they are responsible for teaching.

Step IB: Identify Each Student's
Academic Needs, A crucial step for
teachers of students with disabilities is
to go beyond the general grade-level
standards to look at each individual stu-
dent's academic needs. The logical
place to start is students' IEPs; however,
teachers should also use additional for-
mal and informal assessment data that
they are collecting in the classroom.

Sfep IC: Identify Each Stadent's Self-
Determination Needs. Self-determination
is a complex construct that is character-
ized by an array of component skills.
These skills include choice making,
problem solving, decision making, goal
setting, self-regulation, self-advocacy,
and self-aware ness. On the basis of
teacher observations, parent feedback,
and self-determination assessments
(e.g.. The AIR Self-Determination Scale,
Wolraan, Campeau, DuBois, Mithaug, &
Stolarski, 1994; The Arc's Self-Deter-
mination Scale, Wehmeyer, 1995; Self-
Determination Knowledge Scale, Hoff-
man, Field, & Sawilowsky, 1996), teach-
ers should identify which of the compo-
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Teacher;

t. Planning Werkshaet for Integrating SeH-Determlnation end Academic Centent

Planning Worksheet for Integrating SeH-Determination and Academic Content
_ ^ Student or Class:

Grade Level(s): School Year:

Step 1:
Decide
What to
Teach

Step 2:
Decide
How to
Teach It

Step 3:
Evaluate
and
Adjust

Step lA: Identify academic content
standards in state or district curricu-
lum.

Step IB: Identify individual academic
needs that align with the standard (s)
identified in Step 1. If planning for
group instruction, complete planning
matrix in Figure 3.

Step IC: Identify individual self-deter-
mination needs. If planning for group
instruction, complete planning matrix
in Figure 3.

Step ID: Identify unit or lesson goals
(hat incorporate standards, individual
students" needs, and self-determination.
Consider how progress will be assessed.

Step 2A: Identify evidence-based strale-
gies to meet unit or lesson goais.
Develop lessons around these strate-
gies.

Step 2B: Decide how to evaluate effec-
tiveness of strategies. (How will you
know students have met goals?)

Step 2C: Implement strategies in the
classroom.

Step 3A: Assess effectiveness of strate-
gies using methods identified in Steps
ID and 2B.

Step 38: Plan intervention for students
who have not met goals, and plan for
foilow-up instruction.

General area(s):
J English/Language Arts
• Mathematics
• Science
• Social Studies/History

General area(s):
J Basic Reading (BR)
J Reading Comprehension (RC)
• Mathematics Calculation (MC)
^ Mathematics Reasoning (MRJ
• Spelling (SP)
• Written Expression (WE)
• Listening (LS)
• Oral Expression (OE)
: j Study Skills (SS)
General area(s):
J Choice Making (CM)
a Problem Solving (PS)
• Decision Making (DM)
a Goal Setting (GS)
• Self-Regulation (SR)
• Self-Advocacy (SA)
• Self-Awareness (SW)

Specific standards:

Speciflc needs:

Specific needs:

!J Unit Goal(sJ • Lesson Goal(s)

Strategy:

Self-determination assessment:

Date to begin:

Self-determination assessment results:

Intervention needed:

Evidence supporting its use:

Academic assessment:

Resources needed:

1

Academic assessment results:

Intervention needed:
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Figure 3. Port 2 of Planning Worksheet for Integrating Self-DetermlnaHon and Academic Content (Used to
Plan for Group Instruction)

Planning Worksheet for Integrating Self-Determination and Academic Content
Steps IB and lC: Planning for Group Instrtjction

Directions:
a. Write your students' names in the first column.
b. Identify each student's individual academic and self-determination needs by marking a • in the appropriate cell. For academic

needs, focus only on the areas that align with the standard identified in Step IA (Figure 2).
c. Add the totals in the last row.
d. Use these totals to help you select (in Steps IB and IC in Figure 2) the areas you will address in your unit or lesson.

Students

Total:

Academic Needs

BR RC MC MR SP WE LS OE SS

Self-Determination Needs

CM PS DM GS SR SA SW

nent skills they need to target with their
students.

Sfep ID: Identify Goals. The model
allows teachers to plan for individual
lessons or entire instructional units.
Therefore, in this step, teachers should
decide whether they are planning for a
single lesson, which should fit within
an existing unit, or for a unit, and then
determine what the goals (i,e., measur-
able outcomes) of the lesson or unit will
be. To help teachers write measurable
goals, they should consider the evalua-
tion methods they will use. They might
ask themselves such questions as,
"How will 1 evaluate the effectiveness of
my unit or lesson?" and "How will I
know whether students have met the
goals?" At this point, teachers do not

need to have the actual assessments
developed, but they should have an idea
of what they will be assessing.

The model allows teachers to
plan for individual lessons or

entire instructional units.

Applying Step 1 to Whole-Group
Instruction. The reality for most class-
room teachers is that they must teach
students in whole-group settings. The
group planning worksheet (see Figure
3) will be helpful for teachers who are
planning lessons and units for groups of

students. This planning worksheet can
help a teacher identify the overlapping
needs of the students in her class,
which will allow her to prioritize and
maximize planning and teaching time.
To use the worksheet, write all students'
names in the first column. Then identi-
fy with a check mark which academic
and self-determination skills each stu-
dent needs to address. Next, add up the
totals for each column. These totals will
give the teacher an idea of which areas
are priorities in the class. Of course, this
outcome does not mean that the other
skill areas should be neglected, nor does
it necessarily mean that the areas with
the highest tallies are the ones that must
be addressed in the next unit. Rather,
the purpose of using the planning sheet
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is to give teachers a visual, quantitative
analysis of the priorities in their class-
rooms. Once the group planning work-
sheet (Figure 3) is complete, the teacher
can return to the original worksheet
(Figure 2) to continue the Step 1 plan-
ning process.

Step 2: Decide H o ^ to Teach \f
When teachers decide how they wilt
teach, selecting methods that have an
evidence base is imperative. For stu-
dents with disabilities, teachers have no
time to waste on ineffective, inefficient
instructional practices.

Step 2A: Identify Evidence-Based
Strategies. Several instructional strate-
gies that were designed as self-determi-
nation strategies have been validated as
effective for improving academic skills.
These strategies are most efficient
because they promote students' autono-
mous, self-regulated behavior while
simultaneously promoting academic
progress (see boxes. "Guidance for
Teaching Self-Determinatioti," and "Evi-
dence-Based Strategies for Promoting
Sell-Determination and Academic Skill
Development").

Step 2B: Decide How to Evaluate
Effectiveness of Strategies. When select-
ing teaching strategies, teachers should
be sure they have in mind what they are
trying to teach and how they will meas-
ure students' progress on the intended
outcomes (i.e., return to Step ID). They
must be sure to include a variety of
ongoing assessments (i.e., progress-
monitoring checks) and end-of-iesson
and end-of-unit assessments. Students
can have involvement in these assess-
ments (e.g., through self-recording,
writing reflections on progress), which
not only helps produce assessment data
but also promotes self-determination.
For example, a teacher who is using a
self-regulated spelling strategy, such as
copy-cover-compare (e.g.. Weber &
McLaughtin, 2000}. to improve stu-
dents' spelling and self-regulation skills
may collect ongoing data on (a] words
spelled correctly on weekly spelling
tests; (b) students' accurate application
of the self-regulation strategy (e.g.,
observations of students implementing
the strategy, students' ability to state the
steps of the strategy, etc.); and (c) cor-

rect letter sequences on grade-level, cur-
riculum-based measurement probes. In
this example, students can be involved
in data collection and progress tnonitor-
ing by self-graphing their spelling
scores.

Step 2C: Implement Strategies. At this
point, teachers are ready to write and
implement their lessons. When develop-
ing lesson plans from research articles,
teachers should be careful not to deviate
from the procedures described in the
article. Similarly, when implementing a
commercial curriculum, teachers shotild
carefully adhere to scripts and guide-
iines outlined in the curriculum.

Step 3: Evaluate and Adjust

After teachers begin implementing the
instructional strategies identified in Step
2, they need to engage in ongoing
assessment of student outcomes to
ensure that the strategies are having the
desired effects on both self-determina-
tion and academic skills.

Step 3A: Develop and Implement
Assessments Identified in Step 2. In
addition to the continuous assessment
that occurs during the lesson or unit,
teachers should consider administering
a postlesson assessment to measure stu-
dents' overall response to instruction
(see Step 2A). These assessments may
be formal, informal, or a combination of
both. The most important outcomes are
that teachers are measuring progress on
the target behaviors (lesson or unit
goals) identified in Step ID and that
they are keeping track of the data col-
lected so that they can use this informa-
tion to (a) guide future instruction and
(b) report progress to students, parents,
and other stakeholders.

Step 3B: Plan Intervention for
Students Who Have Not Met C^als. Even
with instruction using an evidence-
based strategy, some students will like-
ly not respond to instruction. Teachers
should use assessment information
obtained in Step 3A to identify such stu-
dents and to make informed decisions
about the type and intensity of supple-
mental intervention that is needed.

Hie Model in Practice
Planning for an Individual
Figure 4 shows an example of a com-
pleted worksheet that Ms. Smith used to
plan instruction for John S., one of the
students in her language arts class. Ms.
Smith, understanding the need to
address state content standards and
John's individual needs, first used Steps
lA, IB, and IC to determine what con-
tent to include in her instruction. This
process allowed her to develop an
appropriate unit goal (Step ID) that
addressed the broad areas outlined in
her curriculum and the specific needs
identified in John's IEP.

Next, Ms. Smith needed to figure out
how to teach this unit (Step 2A) and to
evaluate the effectiveness of her instruc-
tion (Step 2B). She knew that strategy
instruction was a research-validated
approach to teaching a variety of aca-
demic skills, so she started there (see
box " Evidence-Based Strategies for
Promoting Self-Determination and Aca-
demic Skill Development"). Ms. Smith
also determined ahead of time how she
was going to monitor progress and
made evaluation checklists that she
could use throughout the unit. She fig-
ured out the materials she needed to
implement the unit and began instruc-
tion (Step 2C).

During instruction, she collected
each of the paragraphs John wrote so
she could monitor his progress (Step
3A). She used her premade checklist to
evaluate the paragraphs for content
(i.e.. Was he able to articulate reason-
able goals and objectives?) and form
(i.e.. Did he write complete sentences?
Was the topic clear? Were each of his
supporting details on topic?). She made
sure to keep track of these data so she
could include them on IEP progress
reports and, more important, use them
to drive future instructional decisions.
She noted that John had higher scores
for content when the goals he chose
were nonacademic, and that although
he met criteria for form, his sentences
were simple. She used this information
to help her develop her next instruc-
tional unit on writing complex and com-
pound sentences. She decided that she
would begin this unit by teaching John
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Guidance for Teaching Self-Determination
The following resources are available to assist teachers as they begin making decisions about how to teach self-determination skills.

Articles
Browder, Wood, Test, Karvonen, & Algozzine (2000]
provide a map for selecting resources to support self-
determination instruction.
Field et al. (1998) provide a thorough overview of self-
determination's history and concepts as well as recom-
mend exemplary educational activities, including stu-
dent involvement in assessment, IEP development, and
the need for explicit instruction of skills. The article
also offers suggestions for promoting the self-determi-
nation skills of students in their families.
Martin et al. (2003) describe steps used in developing
self-determination contracts with students to improve
their productivity on academic tasks and their self-
determination skills. The article provides sample con-
tracts and lists the steps used in the intervention.
Mason, McGahee-Kovac, Johnson, and Stillerman
(2002) describe steps used by high school teachers to
prepare students to participate in their IEP meetings,
using Student-Led IEPs: A Guide for Student Involvement
(McGahee, Mason, Wallace, & Jones, 2001),
Palmer and Wehmeyer (2003) delineate the use of the
self-determined learning model of instruction (SDLMI)
to help elementary students identify strengths and
interests, set goals, and follow steps to attain goals.
Pocock and colleagues (2002) describe a program
designed to improve self-determination skills of high
school students with learning disabilities through group
support and public speaking.
Test, Browder, Karvonen, Wood, and Algozzine (2002)
give instructions for creating lesson plans from studies
on the effectiveness of self-determination interventions.
The article presents a step-by-step process for extract-
ing information from research articles to apply in the
classroom.
Test, Fowler, Brewer, and Wood (2005) describe a con-
ceptual model of self-advocacy and suggest various
strategies for promoting the development of self-advo-
cacy skills, including knowledge of one's own
strengths, needs, and interests; knowledge of one's
rights; communication skills; and leadership skills.
Zickel and Arnold (2001) describe an intervention
designed to prepare elementary students with disabili-
ties to participate in their IEP meetings.

Web Sites
http://www.selfadvocacy.com
Web site for Advocating Change Together, a grassroots self-advoca-
cy organization run by and for individuals with disabilities;
includes a list of products available for teaching self-advocacy skills
to students and young adults
http://www. youthhood. org
Web site for youth; includes discussion forums and resources for
transition planning, health services, jobs, and legal issues
http://www.ou.edu/zaiTOw
Web site for the Zarrow Center at the University of Oklahoma;
includes presentations on self-determination topics
http://www.beachcenter.org
Web site for the Beach Center at the University of Kansas; includes
articles defining self-determination and describing interventions
http ://www. u ncc.edu/sdsp
Web site for the Self-Determination Synthesis and the Self-
Advocacy Synthesis projects; includes descriptions of self-determi-
nation curricula, lesson-plan starters, and a directory of model pro-
grams that promote the self-advocacy of students with disabilities
http://www.sdtac. uncc.edu
Web site for the Self-Determination Technical Assistance Center;
includes descriptions of four exemplar programs, PowerPoint pre-
sentations and resotirce materials developed by teachers, and stu-
dent-developed PowerPoint presentations for their IEP meetings
http://www.8tudentledieps.org
Resources for teachers, students, and parents about the student-led
IEP process
http://www.ldonline.org/article/6304
Article that provides a brief description of what students should
expect at their IEP meetings and how students should prepare;
includes questions students can ask themselves when preparing for
their IEP meetings
http://www. nichcy. org/puhs/stuguide/ta2. pdf
A guide for parents and teachers; includes step-by-step directions,
worksheets, and additional information and materials that can be
used to encourage students to develop their IEPs
http://hawhaker.pls.iowapages.org/id2.html
Resource for teachers; provides prompts to help students prepare
for their IEP meetings
http://www.ideapractices.org/hk/catalog2/student-led_ieps.pdf
Guide that includes templates and information about starting a stu-
dent-led IEP program

to write his academic IEP objectives as
behavioral statements beginning with
"When given," to illustrate complex
sentences. This tactic would give him
more practice writing academic IEP
objectives while teaching him more
sophisticated sentence structures.

Planning for a Group

Figures 5 and 6 show examples of com-
pleted worksheets that Ms. Alvarez
used to plan group instruction for her
sixth-grade science class. She had 10
students with varying disabilities in her

self-contained science class, and
although each of her students had
unique learning needs and goals, she
knew that she could maximize her
instructional time by identifying skill
areas that overlapped among her stu-
dents and by finding ways to address

58 • COUNCIL FOR EXCEPTIONAL CHILDREN



Evidence-Based Strategies for Promoting Self-Determination and Academic Skill Development
The following list provides examples of interventions that promote self-determination component skills.

Choice Making
• Give students a choice between academic assignments or a

choice of the order in which to complete assignments
(Jolivette. Wehby, Canale, & Massey, 2001; Moes, 1998J.

Decision Making
• Teach students to decode situations and make decisions

regarding actions needed to improve behaviors that support
academic performance (e.g., asking for assistance, com-
pleting an assignment; O'Reilly. Lancioni. Gardiner.
Tiernan. & Lacy. 2002).

Problem Solving
• Teach skills that support academics (e.g.. following direc-

tions, contributing to class) and augment academic per-
formance (e.g., problem-solving methods in science, organ-
ization of materials in English) through the Self-Determined
Learning Model of Instruction (Mithaug. Wehmeyer, Agran.
Martin. & Palmer. 1998). Teach students to identify a goal,
plan steps needed to achieve the goal, move through a
series of problem-solving steps to make progress, and eval-
uate progress and make adjustments to the goal or plan
(Agran, Blanchard, Wehmeyer, & Hughes, 2002; Palmer &
Wehmeyer. 2003; Palmer et al.. 2004; Wehmeyer, Palmer, et
al., 2000). Note: This learning model addresses several self-
determination components,

Coal Setting
• Teach students to write their IEP goals and objectives in

paragraph format (Konrad et al., 2006) using the self-regu-
lated strategy-development model (Sexton, Harris, &
Graham. 1998).

• Instruct students to set goals for amount or quality of work
(e.g.. problems completed, pages read; Fuchs, Bahr, &
Rieth. 1989; Martin et a l . 2003; Schunk. 1985; Warner &
deJung, 1971).

• Use student-signed contracts to encourage students to meet
academic goals (Ajibola & Clement. 1995; Martin et al..
2003; Tollefson, Tracy, Johnsen, & Chatman, 1985).

Self-Awareness
• Improve long-term assignment completion by teaching stu-

dents to identify strengths and needs, plan steps, monitor
progress, and evaluate quality (Lenz, Ehren, & Smiley, 1991).

Self-Recruiting/Self-Advocacy
• Teach students to recruit teacher assistance (Alber &

Heward. 2000; Todd. Horner, & Sugai, 1999).

Self-Regulation/Self-Management
• Teach students to reinforce themselves with self-praise or

recruit reinforcement for demonstration of a target behav-
ior (e.g., on-task performance, completion of assignment;
Brooks. Todd, Tofflemoyer. & Horner. 2003; DiGangi, Maag,
& Rutherford, 1991).

• Teach students to plan and self-monitor story writing with
a story-elements checklist (Martin & Manno, 1995).

• Teach students to self-record through check marks, stickers,
or graphing the completion of a target behavior (e.g.,
remaining on task, paying attention, employing self-recruit-
ment, achieving accuracy of academic task; Edwards,
Salant, Howard. Brougher, & McLaughlin. 1995; Harris,
Graham, Reid, McElroy. & Hamby. 1994; Hughes et al.,
2002; Levendoski & Cartledge, 2000; Reid & Harris, 1993).

• Teach students to evaluate the quality of their responses
(Can & Punzo, 1993; Skinner, Bamberg, Smith, & Powell,
1993).

• Teach students to self-instruct through the steps of aca-
demic tasks (Wood. Rosenberg. & Carran. 1993].

• Teach students to self-monitor progress on goals (Barry &
Messer, 2003; Konrad et al., 2006; Martin et al.. 2003;
Sawyer, Graham, & Harris, 1992; TVammel. Schloss, &
Alper, 1994).

• Teach students to identify the task for completion, recruit
assistance as needed, plan steps to complete the task, and
self-check accuracy and progress (Glomb & West. 1990).

several skill areas within one unit. Her
first task was to identify the state con-
tent standards she needed to address
(Step lA). Next, because she was plan-
ning for a group rather than an individ-
ual, she needed to use the second part
of the form (Figures 3 and 6) to help her
complete Steps IB and IC. She simply
wrote her students' names in the first
column and then used students' IEPs
and her classroom observation data to
identify each student's individual aca-
demic and self-determination needs,
making check marks in the appropriate
ceils. For the academic needs, she
marked only the areas that aligned with

the standard identified in Step lA (using
oral and written language). She then
added up the check marks in each col-
umn and used these totals as a guide to
prioritize needs in the classroom.
Identifying these instructional priorities
helped Ms. Alvarez develop a unit goal
for her science class (Step ID).

Next. Ms. Alvarez needed to figure
out how to teach this unit (Step 2A) and
to evaluate the effectiveness of her
instruction (Step 2B). She decided that
the Self-Determined Learning Model of
Instruction (Mithaug et al.. 1998) would
be an excellent way to help her students
reach the goals of the unit (see box,

"Evidence-Based Strategies for Pro-
moting Self-Determination and Aca-
demic Skill Development"). She also
determined how she was going to eval-
uate students' mastery of those goals
and developed scoring rubrics. She
obtained the materials she needed to
Implement the unit and began instruc-
tion (Step 2C).

Throughout instruction, Ms. Alvarez
monitored student progress (Step 3A).
On the basis of the 12-point scoring
guide she aeated, she determined that
her students were able to develop rea-
sonable hypotheses and use the SDLMI
to make plans for carrying out their
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Figure 4. Example of Completed Worksheet for Planning Individual instruction
Planning Worksheet for Integrating Self-Determination and Academic Content

Teacher: Ms. Smith CStudeai'or Class: J"^" S.

Grade Level(s): 9t|| School Year: 2007-2008

Step 1:
Decide
What to
Teach

Step IA: Identify academic content
standards in state or district curricu-
lum.

General area(s):
V English/Language Arts
:J Mathematics
• Science
G Social Studies/History

Specific standards:Colombo Staniianis for
Engi'MLanguage Arts-StoriiiiirJ I. Students will
rend, tvrite, lisleii, und speak for tnformatior} und
uiidentiindim. Standard 4: Studenti will read, write,
bitei], and speak for social interaction

Step IB: Identify individual academic
needs that align with the standard(s)
identified in Step 1. If planning for
group instruction, complete planning
matrix in Figure 3.

General area(s):
J Basic Reading (BR)
LJ Reading Comprehension (RC)
J Mathematics Calculation (MC)
• Mathematics Reasoning (MR)
Q Spelling (SP)
*/ Written Expression (WE)
• Listening (LS)
a Oral Expression (OE)
ZJ Study Skills (SS)

Specific needs: John has difficultif writing u
complete paraanipli tlmt includei a topic sentence
and iupporting detaik.

Step IC: Identify individual self-
determination needs. If planning for
group instruction, complete planning
matrix in Figure 3.

General area(s):
U Choice Making (CM)
•J Problem Solving (PS)
• Decision Making (DM)
ffl' Goal Setting (GS)
U Self-Regulation (SR)
• Self-Advocacy (SA)
[iT Self-Awareness (SW)

Specific needs: John does not articulate Ins
strencfths. needs, and goals. He has attended hts lEf
meetings in the post, but he does not purticipak
activelij at (hî ŝ  meetings He should learn about dis
IEP and (tow to articulate fiis strengths, needs, and
goals.

Jf'Unit Goal(s) J Lesson Goal(s)
John will write a complete paragraph that includes (a) a topic sentence that describes an annual goai based
fill ij learning need, (b) four supporting details that nulline four sljort-term objectives, and (c) a concluding
itnteiice that identifies a reasonable timeline for completing tiie goal.

Step ID: Identify unit or lesson goals
that incorporate standards, individual
students' needs, and self-determination.
Consider how progress will be assessed.

Step 2:
Decide
How to
Teach It

Step 2A: Identify evidence-based
strategies to meet tinit or lesson goats.
Develop lessons around these
strategies.

Strategy: Self-regulaled ftrategij development
model to teach the C O 4 IT.. .WOWf paragraph
writing strategy

Evidence supporting its use: Konrad and
Test (2007), Konrad and colleagues (2006):
Sexton dal 0998)

Step 2B: Decide how to evaluate
effectiveness of strategies. (How will
you know students have met goais?)

Self-determination assessment: John
fhould ideniifij goals related to his needs and objec-
tives that are reasonable sleps on four out of fwe tri-
ais (checklist).

Academic assessment: John will have met the
goai if his paragraphs include six compiete. on-topic
sentences on four out of five trials (checklist).

Step 2C: Implement strategies in the
classroom.

Date to begin: October 1,5, 2007 Resources needed: flashcards with the
strategij steps, worksheets, sAf-evaiuation cliectlists

Step 3:
Evaluate
and
Adjust

Step 3A: Assess effectiveness of
strategies using methods identified in
Steps ID and 2B.

Self-determination assessment results:
He deveioped reasonable goals and oi>jectivei in four
out of five paragraphs, l>u( his objectives w\H need (o
be reworded for his IEP so the\j are measurabie.

Academic assessment results: In each of
his paragraphs, John was aiile to write six complete
sentences with subjects and predicates (five out of five
trials).

Step 3B: Plan intervention for students
who have not met goals, and plan for
follow-up instruction.

Intervention needed: Jofi»i had more difficultij
writing academic goals than goals for social stills. He
needs more practice on this goal.

Intervention needed: He should begin to work
on writiiw more complex sentences and generaliiing
the writing strategij to other f̂ pes of paragraphs.
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Figure 5. Example ol Completed Werksheet fer Planning Group Instructien

Teacher:
Planning Worksheet for Integrating Self-Determination and Academic Content

Ms. Alvarez Student t^XlassZ^ Science

Grade Level(s): 6th School Year: 2007-2008

Step 1:
Decide
What to
Teach

Step 2:
Decide
How to
Teach It

Step 3:
Evaluate
and
Adjust

Step lA: Identify academic content
standards in state or district curricu-
lum.

Slep IB: Identify individual academic
needs that align with the standard(s)
identified in Step I, If planning for
group instruction, complete planning
matrix in Figure 3.

Step IC: Identify individual self-deter-
mination needs. If planning for group
instruction, complete planning matrix
in Figure 3.

Step ID: Identify unit or lesson goais
that incorporate standards, individual
students' needs, and self-determination.
Consider how progress will be assessed.

Step 2A; Identify evidence-based strate-
gies to meet unit or lesson goals.
Develop lessons around these strate-
gies.

Step 2B: Decide how to evaluate effec-
tiveness of strategies. (How will yoti
know students have met goals?)

Step 2C: Implement strategies in the
classroom.

Step 3A: Assess effectiveness of strate-
gies using methods identified in Steps
ID and 2B.

Step 38: Flan intervention for students
who have not met goals, and plan for
follow-up instruction.

General area(s):
Ll English/Language Arts
a Mathematics
HT" Science
• Social Studies/History

General area(s):
Q Basic Reading (BR)
J Reading Comprehension (RC)
:J Mathematics Calculation (MC)
• Mathematics Reasoning (MR)
Q Spelling (SP)
ar Written Expression (WE)
Q Listening (LS)
i^ Oral Expression (OE)
Q Study Skills (SS)
Generai area(s):
LJ Choice Making (CM)
^ Problem Solving (PS)
ii Decision Making (DM)
or Goal Setting (GS)
• Self-Regulation (SR)
• Self-Advocacy (SA)
• Self-Awareness (SW)

W Unit Coal(s) LJ Lesson Goal(s)

Specific Standards: Mortfi Carolina Standards-
Competencij Goal 1 Learner will design and conduct
inves((potions to demonstrate an undcrslundin^ of sci-
entific int)uirij. Objective; Use oral and written lan-
guage to (a) communicate findings, (b) defend con-
clusions of scientific investigations

Specific needs: Manij ofmi^ students struggit-
with expressing their ideas clearlij. both in writing and
in speakjng. This problem is exacerbated when stu-
dents must use technical (scientific) terms.

Specific n e e d s : Students in mij class have dif^-
cultij with planning s(eps (fiat allou; tJiein to reacit
their goais. This difficuitij is particulaAij evident when
students need to compiete lon^-(erm projects.

Students will use usritten and oral expression to demonstrate problem-solving, decision-mailing, and goal-
setting skills. Specifiedl(t(. ^iven a chemistrif experiment
hijpothesis, develop a plan to reach their goal ofcarrij
present results in writing and orallij.

Strategy: Self-determined learning model of
instruction (SDLMl)-

Self-deterniination assessment: SWents
should earn at least 8 out of 12 points on the scoring
guide, which measures their abiiitij to define a prob-
lem, state a reasonable hypothesis, and develop a
plan to completing the experiment.

Date to begin: Jonuarij 7, 200H

Self-determination assessment results:
Students were able to develop reasonable hijpotheses
and use the SDLMI to make pians for airrijing out
their e^tperiments. although some students needed

Intervention needed: Ro^r stru^ied to come
up luith lexical steps to reach his goai. future inter-
vention should focus on helping him make loaical
decisions with a simpler task

students will identify the problem, state a reasonable
ng out the experiment, conduct the experiment, and

Evidence supporting its use: A r̂an.
Blanchard. and Wehmeifer (2000); Agran et ai.
(2002); Palmer and Wehmeijer (2003)-

Academic assessment: Students will be
assessed using two rubrics; onf for the it'riften results
and one for the oral presentation of those results.

Resources n e e d e d : lab equipment, science text-
book., lab iniinual. worksheets for three primarij steps
in SDLMI

Academic assessment restilts: Students met
each component of (lie rubric in presenting an oral
presentation to their peers.

Intervention needed: Aiisha and Ronnie did
not meet master)^ criteria on the writing rubric. Future
mini-lessons should target punctuation and suhject-
vern agreement.
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Figuro 6. Example of Part 2 of Completed Worksheet for Planning Group Instruction
Planning Worksheet for Integrating Self-Determination and Academic Content

Steps IB and IC: Planning for Group Instruction
Directions:
a. Write your students' names in the first column.
b. Identify each student's individual academic and self-determination needs by marking a • in the appropriate cell. For academic

needs, focus only on the areas that align with the standard identified in Step IA (Figure 2).
c. Add the totals in the last row.
d. Use these totals to help you select (in Steps IB and IC Ln Figure 2) the areas you will address in your unit or lesson.

Students

John Smith

Roger Scott

Alex Walker

Monitjue young

Taijlor Lsrte

Christopher Stork

Brigitte Mane

Aisha Prather

f^nnie Hope

Eric Graham

Ttotal:

Academic Needs

BR

•

•

2

RC

•

•

2

MC

0

MR

0

SP

•

•

2

WE

•

•

•

•

•

5

LS

•

1

OE

•

•

•

3

SS

•

1

Self-Determination Needs

CM

0

PS

•

•

•

•

4

DM

•

•

•

•

4

GS

•

•

•

3

SR

•

1

SA

•

1

SW

0

experiments, although some students
needed assistance. For example, Roger
struggled with coming up with logical
steps to reach his goal. Therefore, Ms.
Alvarez decided to work with Roger one-
on-one to teach him to apply the steps
with a simpler task (i.e., preparing for
the next science test). To measure the
academic goals, she used rubrics to
assess the students' written and oral
reports. Although all students met the
criteria for the oral presentation, two stu-
dents (Alisha and Ronnie) did not meet
mastery criteria on the writing rubric.
She decided to develop several mini-les-
sons for Alisha and Ronnie to target
punctuation and subject-verb agreement.

Final Thouglits amd Next Steps
Ms. Smith and Ms. Alvarez are now
equipped with the tools they need to
guide their instructional planning. The

planning worksheets have enabled
them to find ways lo strategically inte-
grate self-determination instruction
with academic skill development. This
new approach to planning will help
them deliver more efficient instruction
to improve outcomes for their students.
They look forward to continuing to
develop this approach to planning and
have come up vrith a few next steps:

1. When they develop their students'
IEPs, they will be sure to keep this
planning process in mind. Now that
they have tried some different meth-
ods to promote self-determination
and have been collecting ongoing
data, they will be able to write more
appropriate and meaningful IEP
goals and objectives. They are also
truly excited about increasing their
students' active involvement in the
IEP process.

Ms. Smith and Ms. Alvarez each
began this process in just one subject
area, thereby becoming proficient in
the planning process without becom-
ing too overwhelmed. Now they are
looking forward to expanding this
approach to other subject areas and
settings in which they teach. Ms.
Smith, for example, works in an
inclusion class and is eager to model
this approach for her coteacher. Ms.
Alvarez teaches a mathematics class
and will begin to try this approach in
that class next year.
Given that their students do not
spend all day in self-contained class-
es with them, Ms. Alvarez and Ms.
Smith would like to share some of
their ideas with other teachers in
their school. However, they under-
stand that a new approach such as
this may require an adjustment peri-

62 li COUNCIL FOR EXCEPTIONAL CHILDREN



od. Accordingly, they will first be
sure they have implemented it suc-
cessfully in a few content areas and
settings. They plan to compile a
bank of examples of the model in
practice that align with their local
and state curricula. Next, they will
talk with their principal about (a)
scheduling some additional common
planning time with the general edu-
cation teachers to help them imple-
ment this planning approach, and
(b) arranging for them to lead an in-
service session to train other teach-
ers in their school.
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